2 This is a major part of the mission of L2 classes primarily because of the inextricable connection that is believed to exist between culture and language. When L2 scholars and educators refer to this relationship, they do not mean merely that each language is associated to particular cultures for historical reasons; they mean something more elemental. 3 At the very least they mean that some of any culture is expressed through certain linguistic practices which could not be faithfully reproduced in full using different language, and further, that many culturally-bound behaviors, perspectives, attitudes and values are expressed, transmitted and perpetuated through the linguistic practices of each culture's community. 4 To fully participate in a culture, it is necessary to participate in its linguistic practices. Conversely, to fully learn a community's language, it is necessary to master the use of the language as its speakers use it, which means to participate in their particular linguistic practices. This is one of the primary ways of engaging in the cultural practices of a community.
2 connection can affect how they interpret what is done in the L2 classroom, how they respond to experiences with their language of study both in the classroom and beyond, and what they believe they need to do in order to acquire a new language. This chapter presents findings from a study that explored L2 students' folk linguistic beliefs with regards to how they view the relationship between language, thought and culture. The impact that this can have on learners' experience is discussed in terms of dynamic systems theory. This case study is offered as a model that might be used in exploring folk beliefs and their possible impact in other studies of interculturality, especially where this might have implications for education.
Intercultural Competence
The Common European Framework of Reference for Languages describes the development of intercultural competence in the plurilingual speaker through the development of four interconnected types of knowledge or savoirs. 5 The first one is called simply savoir and refers to knowledge about the self and others. Savoir-être requires having a certain kind of attitudinal disposition towards intercultural engagement--one of curiosity, openness and reflexivity. Savoir-faire involves practical skills for socializing and other aspects of living in different contexts. Savoir-apprendre is the ability to make discoveries through personal involvement in social interaction. Knowing more information about a culture, acquiring attitudinal dispositions that allow one to relate with members of that culture, and then at some point also doing so are all activities that imply changes within the learner involving both thought and behavior. Intercultural education does not, however, have as a goal to turn the L2 learner into an actor indistinguishable from a monolingual, mono-cultural native speaker of the target language. 6 Intercultural education involves not only knowledge about the target culture (C2) but 3 also a greater understanding of and perspective on oneself and one's own native culture (C1) and an ability to negotiate between the two.
This type of understanding develops over time. Learners can only approach a new topic by beginning to understand it with categories that are familiar to them. Time is required for the learner to create new categories with which to understand new types of information. 7 In the development of intercultural competence, information about the new culture may even go undetected until the learner reaches a certain stage at which he/she is competent enough to recognize the cultural content of an encounter. In McBride's study of L2 Spanish learners exposed to lessons on culture and phonology--delivered primarily in the students' first language (L1), English--, students who had only recently begun their L2/C2 studies were not able to recognize culture lessons for what they were. Second-semester and even more so third-semester students responded on a questionnaire positively about the cultural lessons that they had learned, whereas a full 17.7% of the first-semester students chose the option "I don't know what kind of cultural information was included in the [lessons] ." 8 
Dynamic Systems
Byram and Feng distinguish between scholarship and research on the development of intercultural competence. The latter is primarily concerned with the collection and explanation or understanding of data, whereas scholarship attempts to establish "what ought to be" and is more clearly ideological. 9 Both are needed and inform each other. However, while there has been substantial scholarship covering how intercultural education in connection with L2 education should be, there is little actual research on the development of intercultural competence in L2 learners. 10 Two major reasons for the scarcity of research on the development of interculturality 4 in L2 learners are, first, the difficulty in measuring intercultural competence and second, the complexity of the systems involved. L2 grammatical and lexical choices are fairly easy to judge; even though there are often multiple acceptable answers, incorrect usage is usually easy to identify. This is not however the case with the cultural and emotional sides of language usage, which defy the kind of clear-cut measurement that can be applied to the study of communicative competence. This challenge has kept some issues related to interculturality out of the mainstream discussion of L2 development.
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Furthermore, intercultural competence involves multiple complex, dynamic systems.
Even work that is limited to tracing the more easily measured development of syntactic and lexical development in L2 learners has increasingly involved the application of what is called both complexity theory as well as dynamic systems theory. 12 There has been a growing realization that development in L2 acquisition is neither linear nor unidirectional. For example, U-curves are common phenomena. Grammatical structures that earlier appeared to be already mastered and stable will later be produced by the same learner with errors--sometimes the same errors from earlier phases, and sometimes with new types of inaccuracies. 13 U-curves are common in cultural adaptation as well. The initial reactions of a person to a new culture may initially be enthusiastic and positive, later quite negative, and later more positive again, all the while shifting in focus and depth of understanding. 14 Changes such as these are on-going; as the name of the theory emphasizes, complex systems are not static but rather dynamic. The nonlinear nature of something such as a U-curve is not to be taken as an anomaly. Rather, nonlinearity characterizes a great deal of L2 and intercultural development. Causality as well, is frequently not unidirectional in complex systems. Instead we encounter cases of reciprocal 5 causality, where factors influence each other, although not always in the same direction over time.
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A second language learner's developing linguistic system, which is referred to as interlanguage, can also be viewed as a dynamic system, which in turn comes in contact and interacts with other systems. The array of factors that influence a polilingual's L2 performance in a given moment is vast, including not only factors external to the developing system but also factors internal to the system. 16 These factors, proceeding from multiple interconnecting systems, include emotional, cognitive, social, cultural, physical and linguistic factors.
In dynamic systems, factors may or may not interact in ways resembling the properties of the same factors when experienced in isolation. Frequently entirely new characteristics emerge as a result of the interactions. Such properties, not present in the systems before contact and interaction occurred, are called emergent properties. 17 An L2 learner, for example, will sometimes produce forms and structures that are present in neither the L1 nor the L2. Within the realm of culture, objects or phenomena at times take on symbolic meaning that could never have been predicted before the meeting of two cultures.
Because development is affected not only by external factors but also by internal ones, the initial conditions of a system tend to have a major effect on development. 18 L2 acquisition has often been studied only by looking at external factors, mostly in terms of teaching methodology, without examining many aspects of the learners themselves other than their level of linguistic competence and their linguistic output during the study. 19 The study presented in this chapter examines factors internal to learners, specifically, their folk linguistics beliefs. These beliefs constitute an important part of the internal factors and initial conditions in the dynamic development of L2 and intercultural competence.
6

Folk Linguistic Theories
Young and Sachdev, in calling for more research on the development of intercultural competence, highlight in particular the need to look at learners' beliefs in different contexts.
They claim that instructors and scholars of intercultural competence base their classroom practices and scholarly claims on what they believe learner beliefs are, but that this is done almost entirely without testing such hypotheses. 20 The study presented in this chapter begins to address this gap by examining L2 learners' beliefs about the relationship of language to thought and culture. Non-experts' folk linguistic theories may differ from linguists' knowledge about language from anywhere from only a small degree to, often, quite dramatically. 21 Folk linguistic theories are important to take into account in developing research and scholarship on interculturality because they are elaborate and consistent, 22 and they shape the (folk) theory holders' experience of linguistic phenomena and affect their behavior. 23 In her study of L2 learners' folk linguistic beliefs, Chavez found a number of ways in which the beliefs of beginning to high-intermediate learners of German as an L2 differed strongly from current theories in applied linguistics. 24 Several of these differences were related to many of the participants' (especially the beginners') fundamentally mechanistic view of language in which rules were seen as rigid and functioning independently of speakers' communicative intentions. While such views contrast with the functionalist perspective that is dominant in applied linguistics--which says that lexical and syntactic choices and changes are fundamentally driven by speakers' communicative goals--Chavez suggests that many textbooks and L2 teaching methods may in fact encourage students to view the target language in a mechanistic fashion in their efforts to simplify the L2 for the students. One negative outcome of 7 students' mechanistic view of language was that the structures that these students viewed as having no communicative value were distinctly resented and resisted. On the other hand, there was one realm in which large numbers of Chavez's participants described the form of German as being a result of German speakers' communicative needs, and this was in the lexical realm.
"Learners took great interest in and used as a semiotic device the genetic relationship between
English and German," using connections that they believed existed between historic meanings and current forms of words to learn the form and use of those words. 25 The
Connection between Language and Thought
Before considering what L2 students believe about the connections between language and thought and language and culture, let us look at some of the scholarly work that has been done on this topic. In a sense, the question of whether or not thought is shaped by language can never be fully resolved, because most of our thoughts take the form of language itself. Nonetheless, important advances have been made in unpacking the issue. The discussion of this issue inevitably makes some reference to the Sapir-Whorf Hypothesis, which proposes that the language one speaks determines the thoughts one has. Benjamin Whorf was interested in concepts that were fundamental to one culture and easily expressed in that culture's language but difficult to express in another culture's language. In a famous essay, he illustrated this through a discussion of how two language groups understand time. 26 He claimed that the Hopi conceptualization of time fits better with what modern physics has revealed about the nature of time--aspects that are extremely difficult to grasp for those of us who do not speak the Hopi language.
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While it is exciting to think that if we were members of a different culture and speakers of a different language, we would have a fundamentally different understanding of the nature of the universe, it turned out that Whorf's arguments were somewhat overstated and relied on investigative methods whose flaws have been since pointed out. 27 Thus, the strong version of the Sapir-Whorf hypothesis--the claim that language determines thought--is generally not accepted.
Weaker versions of this hypothesis, however, have some support. These range from "language influences perception" to "language influences memory" to "different languages make certain thoughts easier or harder" through relative computational costs. 28 To indicate a weaker version of this family of claims, the term "linguistic relativity" is used.
Some scholars reject even weak versions of linguistic relativity. One rather common sense argument against the idea is to point out that thoughts do exist pre-linguistically. 29 For instance it is common to talk about having difficulty putting one's thoughts into words. This indicates that thoughts can exist independently of language. However, putting thoughts into words often seems to have the effect of clarifying them, which in turn suggests that thoughts are shaped through linguistic expression.
Are thoughts only shaped at the moment of speaking or writing, or does the language that one speaks have an effect on one's thought process even beyond the moment of linguistic encoding? 30 One possibility is that it is not the language itself that affects speakers but rather the exposure to the corresponding culture. A study by Chen and Bond 31 demonstrates that this can occur. In their study, balanced bilinguals of Cantonese and English were found to display different personality traits, depending on which language they were communicating in.
Significant differences were found both in their self-ratings and how third parties viewed them.
These effects, however do not necessarily indicate a linguistic effect.
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Other studies have shown that language itself can have an impact on speakers' thoughts.
A number of these studies have focused on grammatical gender. Speakers of languages with grammatical gender tend to use masculine descriptions for objects that have masculine gender in their native language and feminine descriptions for words that have feminine gender. 32 This is true even with seemingly neutral words, such as "pan" or "bridge." Further, the effect still holds when subjects are tested in English, where grammatical gender is not marked. 33 Similar effects can be induced in monolingual English speakers. In one study, monolingual English speakers were taught an invented language, Gambuzi, that had a nounmarking system similar to grammatical gender. When this feature was constructed like grammatical gender of natural languages--that is, that words for "girl" and "woman" would necessarily be in one category, and words for "boy" and "man" in another--, learners of the invented language were later able to come up with and name significantly more similarities between pictures of objects belonging to the same grammatical category in Gambuzi. Other study participants, however, were taught a version of Gambuzi with a noun-marking system that did not correlate with real-world gender, and these participants were not able to list more similarities for objects that had been assigned the same grammatical category. "Just sharing a category name is not sufficient to significantly increase the similarity between two objects. Only when the category is meaningful, somehow interpretable beyond rote memorization, does the similarity of items within a category increase". 34 By learning a new (even if invented) language, these participants established new conceptual connections. Thus there is evidence for grammatical features affecting thought.
At the lexical level--that is, at the level of words and phrases--this can be even easier to detect. A turn of phrase may provide language learners with a new way of viewing phenomena, 10 which could cause them to think differently about those phenomena in the future. 35 Lakoff and
Johnson in 1980 published their book Metaphors We Live By, exposing dozens of metaphors entrenched so deeply in the English language that it is difficult initially even to view some of the metaphors they name as metaphors. 36 For example, English metaphorically structures ARGUMENT as WAR, in which we attack our opponents and defend our position. The dominance of these metaphors in our thinking makes it difficult for us to see them as anything besides natural and necessarily true, and yet they are not.
When a person learns another language, he or she learns about the categories that speakers are required to encode, the hierarchical relations that they must express when planning out sentence structure, and the conceptual metaphors that they are constantly exposed to and constantly employ upon expressing their thoughts. Thus, study of an L2 itself can provide a learner with some insight into the cognitive habits of its speakers. All the more, engaging with speakers of that language and with their spoken and written texts in the original language can
give learners insights into the thoughts of the L2 speakers that could not be equaled if passed through the filter of translation. Such effects are likely to be enhanced if the student views his or her study of the L2 in this light, as will be argued next.
Advantages to the L2 Learner Who Believes in Linguistic Relativity
The question that we turn to now is whether L2 students do in fact believe in linguistic relativity, and if so, how this affects their experience of their development of L2 and intercultural competence. The hypothesis going into this study was that believing in linguistic relativity would be advantageous to an L2/C2 learner, for five main reasons. One reason has already been illustrated by the Gambuzi example and Chavez's subjects whose etymological beliefs about 11 words served as powerful mnemonic devices. Finding meaning in something makes it more memorable. A great deal of thought takes the form of narrative; framing otherwise abstract information in the form of a story helps people to grasp and remember ideas. 37 This is true even when the story is invented, such as, for example, a chemistry teacher might do when using personification to explain why molecules "want" to act in certain ways.
Believing that language reflects the thoughts and beliefs of its speakers would likely have been useful to those learners in Chavez's study who saw many grammar rules as arbitrary. Had they understood the way that the rules functioned within the larger linguistic system, the rules would not have seemed so arbitrary. If they believed that the grammatical structures of German reflected thought patterns of German speakers, they might have found the grammar intriguing, as many of them found etymological explanations of lexical forms to be. Instead, Chavez reports resentment expressed about structures viewed as arbitrary, and this resentment made some learners resistant to learning those structures.
If an L2 learner believes that L2s reflect differences in the thought patterns of the speakers of those languages, then that L2 learner ought to expect L2s to function in ways that are entirely novel to people who do not (yet) speak that language. This sort of set of expectations would be very useful to an L2 learner, because it would predispose him or her to notice and pay attention to new patterns in the L2 instead of expecting the L2 to be essentially a coded form of his or her L1. This would help the learner because noticing and attention are key to second language acquisition. 38 Believing in a strong connection between habitual thought patterns of a group of people and the linguistic forms of their language would also help students get beyond the kind of mechanistic view of grammar described previously in some of the participants in Chavez's study.
While simplified, mechanistic ways of viewing language can help to avoid overwhelming beginning students with excessive amounts of information before they are ready for it, this same oversimplification locks students into erroneous patterns at later stages in their development. 39 The limitations of inflexible grammar rules have been recognized by a broad range of theorists in applied linguistics, leading many in the field to call for more function-and communicationfocused ways of teaching L2s.
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One final advantage to mention here that an L2 learner would have by believing in a strong connection between language form and the cultures of the people who speak the language is motivation. Learning about other cultures is of high interest to students, both in and of itself, as well as because of the potential advantages that it has in our globalized society, but many people seek such understanding through other types of studies, without viewing L2s themselves as a possible source of this kind of information. 41 If a learner interested in comprehending other cultures believes that the language itself can provide insight into the habits of thinking of its speakers, this will increase the learner's motivation to master the L2. 42 The Study
Two hundred fifty-five L2 students studying at a U.S. university filled out an online survey. The survey asked participants to indicate their level of agreement with items such as, "To learn to speak another language well, you have to learn to see the world in a different way."
Elsewhere, students were asked to explain their beliefs and how they came to hold them.
Demographic information was also collected. The participants ranged in level and studied any of Looking over the data, it was clear that nearly all participants saw second language acquisition as a way to connect with other people, whether or not they were believers in linguistic relativity. As will be explained in further detail below, most participants tended to believe that there is a connection between language and thought and that changing one's way of thinking is necessary for second language acquisition. It should be noted, however, that a fair number of respondents wrote that these ideas were new to them. Most of these participants added that they felt intuitively that the idea seemed correct but they had not contemplated it before.
One item on the survey was "To learn to speak another language well, you have to learn to see the world in a different way" (Item A in Table 1 ). The overall average for this item was 0.91 on a scale of -2 (strongly disagree) to 2 (strongly agree). That is, the overall answer was very close to a solid 1.0 that represents agreement. In Table 1 we can see that in general, the groups with the highest averages were groups studying L2s very different from their native languages, 43 although this does not explain all rankings seen here. Participants were also asked to explain their answers. The following quote demonstrates the kind of answers that were provided by participants in agreement with the statement.
A lot of the time with Russian, your sentences do not need to be in a certain order. It is about modifying the words, not the sentence structure. This allows for a complex fluidity 14 that has forced me to look at the world differently because what I say can be constructed in so many ways.
Some respondents commented that seeing the world in a new way was helpful in learning a new language but was not absolutely necessary.
<Insert Table 1 about here> The overall average response to the item "The way you experience the world is affected by which languages you can speak" was 0.88 (Item B in Table 1 ). The response to this item from the ESL group contrasts sharply with other groups and does so in a manner different from other questionnaire items. Further, these answers tended to contradict ESL participants' written and interview comments. Originally, this item was worded with a double negative ("The way you experience the world is NOT affected by which languages you can speak"). 44 It seems likely that many ESL participants misunderstood this item. Taking the ESL students out of the results, the overall average rises to 1.10, expressing firm agreement. When asked for examples of this, one student answered, This is probably an over-used example, but I believe the Spanish subjunctive is a major example of grammatical structures reflecting different points of view. Because the language allows, and generally encourages, speakers to form sentences that "could be," I speak with more emotion and tend to be more questioning in general.
There was general agreement with the statement, "By studying another language other than my native language, I am coming to understand the worldview of the native speakers of this language" (Item C in Table 1 ). The average answer was 1.06. Again, we see that students of languages very different from their native language were more likely to agree strongly with this statement. Participants who agreed with this statement sometimes qualified it, as in the following quote: "I don't think that all people who speak the same language think the same way, but I do think that sometimes language reflects the values/ideologies of a society."
The most radical item on the survey (Item D in Table 1) groups, but much more on the side of agreement than disagreement or neutrality. Students of Chinese, Arabic, and Russian (languages less closely related to the students' L1) were more likely to agree with this than other participants. There was furthermore a sharp difference in agreement with this item between less and more experienced language learners. The answers from the 46 students in the study who were only in their first semester of their first L2 was 0.61, whereas the average answer of the 66 students who were already functionally bilingual and studying additional languages was 1.03. An independent samples t-test showed this difference to be significant t (110) = 2.27, p = .025.
The most commonly mentioned evidence for agreement with this statement involved lexical items. One example of this was the following:
The way certain characters come together to make similar words or even completely different words gives me a different perspective on the way I relate words. An example of this would be the Chinese word for "stuff" which is 东西. When these characters are separated they mean East and West respectively. Without Chinese language courses that is a correlation I would have never made. I expect to make more, and more beneficial, correlations as I progress through my Chinese career.
Many participants talked about words or expressions that exist in one language and not others.
Several noted that cultures tend to have more words for those things that are most important to 16 them. Some mentioned the oft-cited example of Eskimos having many terms for "snow", 45 but even more talked about terms for family relations. Grammatical features were commonly mentioned as well. For example, "I have found in Spanish that the way verbs like gustar and sorprenderse are used shows a less self-centered worldview. These verbs are not conjugated as 'I like something,' it is conjugated as 'Something pleases me.'" Far less common, although present, were examples in the areas of pragmatics or phonology.
Some participants did not agree with the idea that worldviews are reflected in languages.
Those who argued against this idea tended to say that to the extent that this seems to be true, it is only by virtue of the language's association with a particular culture. Some talked about cultural lessons given in language classes and how that alone is what gives students insight into the native speakers. Others insisted that apparent correlations between language and values are only historical and no longer valid.
Among the quantitative items on the survey, there were statistically significant correlations (see Table 2 ) between how motivated the respondents were to learn a foreign language, how well they rated themselves as language learners, how they rated themselves in terms of intercultural competence, and whether they believed that language study leads one to better understand other cultures ("L2/C2" in Table 2 ). A number of the participants themselves spoke of these correlations, as in the following:
It is hard to say whether or not you have to first see the world in a different way in order to speak another language well, or if learning to speak another language inherently changes the way you see the world. I believe that the two are tied together and augment each other.
<Insert Table 2 about here> One of the open-ended questions asked respondents where they had gotten their information from. Those who wrote that they saw strong connections between thought or culture and language cited a range of sources, most prominently anthropology or cognitive science professors, but, interestingly, not L2 teachers, except among the students of Russian.
The interviews were conducted with eight students of ESL and three students who were residents of the U.S. As most ESL students wrote only sparse if any comments on the surveys, the interviews were a way to gather more information from this group. Two of the interviews were done in the students' native language, Chinese. The three U.S. residents who volunteered to be interviewed were unusually enthusiastic learners. As such, their views were assumed not to be entirely representative of the average L2 learner.
For the most part, the information shared in the interviews echoed trends found in the survey. One major theme that emerged only in the interviews, however, was a belief that the version of the target language taught and spoken in classrooms did not match the way the language was used by native speakers and advanced speakers in non-classroom settings. Local versions of the target language --spontaneously called "Chinglish" by some Chinese ESL students and "Thaiglish" by two Thai ESL students--followed largely target language grammar rules but maintained enough characteristics of the learners' L1 and C1 that it did not allow them to communicate effectively and easily with native speakers of the target language. All participants interviewed expressed a belief that a substantial part of language cannot be learned through studying rules but can only be learned through exposure to and participation in authentic language use.
One of the native English speakers who was interviewed echoed a sentiment felt by some of Chavez's participants: that difficult structures in the L2 that do not exist in the learner's L1 appear to be purposeful attempts on the part of native speakers of the L2 to keep non-native speakers from entering their speech community. This particular student's main focus was on the subjunctive in Spanish.
Discussion
The data provide substantial evidence that many learners do read cultural meanings into linguistic forms. 46 Further, a belief that L2 learning is connected to intercultural understanding, self-reported L2 language learning skill, self-reported intercultural competence and motivation were positively correlated among the participants in this study. It is likely that each of these factors promoted the others, through reciprocal causality. For instance, a learner who was convinced of the validity of linguistic relativity would be more motivated to study an L2; this generally leads to more effective learning 47 , which would then result in the student rating himor herself higher on L2 learning skills. Importantly, these factors do not simply correlate to longer amounts of time spent studying a language. It is not simply the case that studying an L2
longer will lead to an increase in the other factors in this constellation of correlations. This suggests that introducing students to the concept of linguistic relativity--as the data tell us many anthropology and cognitive science instructors but few L2 instructors do--and encouraging L2 students to explore these possible connections 48 could be of linguistic, motivational and possibly intercultural benefit to L2 learners.
The one questionnaire item that did show a significant relationship with level of L2 studies was the statement, "The different grammatical structures of different languages reflect different ways of categorizing and/or seeing the world." As students advance in their knowledge of other languages and other cultures, their understanding of the differences that exist between
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L1 and L2 and C1 and C2 deepens. It takes a more advanced level of L2 ability to be able to perceive many of the subtleties of language and culture that make exact translations impossible, as demonstrated in the McBride study mentioned above. In the early stages of this learning, a learner must necessarily interpret the L2 and C2 through categories that he or she already possesses. Only through extended and meaningful exposure to the other systems (the L2 and the C2) can a learner build up an understanding of the categories by which the L2 and the C2 are organized, and only by building up these categories--by reconstructing them within the learner's understanding--can they be fully conceptualized and appreciated as the distinct phenomena that they are.
But how accurate is this conceptualization? When a learner recreates L2 grammar in his/her mind, it differs from native-like use. 49 Likewise, non-indigenous interpretations of a culture typically differ from how members of that culture conceptualize it. 50 Kramsch's shorthand for the reconceptualization of the C2 is C2'. To some extent, L2 learners are learning an imagined grammatical system and learning about the culture of imagined communities as conceptualized by themselves, their instructors, their classmates, and the often simplified texts that they are exposed to. For some of the ESL students interviewed, the hybrid nature of the L2' taught in their countries was sufficiently salient as to merit its own name ("Chinglish" and "Thaiglish"), the workings of which include many emergent properties of these occasions of ongoing cultural and linguistic contact. Upon arrival to the U.S., all ESL students reported, substantial interaction with the locals was necessary to adjust their L2' and C2' so that easier and more constructive communication was possible. Like other aspects of culture, language is constantly reconstituted, expressed, transmitted, perpetuated and changed through interactions between members of a community. 51 Culture and language are interlocking dynamic systems 20 that shift in form according to local realities. This includes the cultures and language of L2 classrooms. 52 Thus, any cultural actor and speaker will need to make adjustments in specifically linguistic behavior and in other behaviors as well upon entry into a new community.
Such is the learning process: a gradual approximation, beginning with conceptual building blocks that the learner already has. Since these conceptual building blocks form the basis of the learning process, they will continue to influence later development. An L2 learner may, for example, advance fairly far in mastering a particular grammar structure by interpreting examples of this structure through a set of partially inaccurate rules or beliefs that could later hold the learner back in further mastery or cause the learner to fail to detect important patterns in the language that he/she is exposed to. 53 Another culture, as well, may be interpreted by a group of people in ways that do not fit the reality of the target group, but the misinterpretations of the culture may be continually reinforced by what others communicate to each other about that culture. These misinterpretations will continue to filter the other groups' experiences with the culture. This can lead to a distorted view of the L2 or C2 and is likely to keep the person encountering the L2/C2 from being able to grasp the inner logic of the systems. Unable to grasp that, the system may seem senseless. As was seen with some of the learners in Chavez's study and one of the interviewees in the present study, there is a tendency among some people to experience uninterpretable data as deliberate attempts to keep other people from participating fully in a community. Thus, the folk beliefs of actors in intercultural encounters can shape their experiences in an on-going manner. Anyone wanting to study such phenomena, and especially anyone wanting to affect these experiences (for example, teachers) will be able to understand actors' reactions and behaviors in intercultural encounters better being aware of the actors'
(sometimes erroneous) beliefs about how culture and language function. 54 It should be kept in mind that there exists the possibility that inaccurate interpretations may serve the learner's gradual approximation to the target language or culture in a positive way.
If a fictitious mnemonic device helps a learner master a concept, it can aid learning. Depending on the nature of the invented story, the strength with which it is held to be true, the learner's openness to noticing information that contradicts it, and the type of understanding of the L2 or C2 that the story touches upon, the mnemonic device may continue to serve its purpose, may later be a cause for misinterpretations, or may be shed.
There are many possible directions for L2 and intercultural development to go in, and these are complex, dynamic and largely unpredictable systems. How development proceeds depends a great deal on the initial and internal conditions. What the learner believes and how these beliefs evolve over time can change what the learner notices and how that is experienced.
The actors' personal interpretation of an experience may affect outcomes as much as the external objective facts of the experience. In L2 and C2 pedagogy, this means that it is important for scholars and teachers to know about learners' folk theories throughout various stages of development and to engage students in ways that encourage them to be open to constructing new categories. In intercultural scholarship in general, this means that information about actors' beliefs, reactions and feelings--in the original language as much as possible--is essential for the interpretation of events and for understanding the development of surprising emergent properties. *On a scale of -2 to 2: "strongly disagree" = -2; "disagree" = -1; "agree" = 1; "strongly agree" = 2.
23 * Correlation is significant at the 0.05 level (2-tailed).
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1 When it is important distinguish between studying a language in a country where that language is not widely spoken versus studying the language in a country where the language is commonly used, the term "foreign language" is used for the former and "second language" is used for the latter. Where this distinction is not important, the term "second language" is preferred, even in cases where it may in fact be the learner's third (or greater) language.
2 American Council on the Teaching of Foreign Languages. "Standards for Foreign Language
